EU ministers responsible for VET, which has now become part of Education and training 2020 (European Union 2009).
Thus, for example, following a recommendation from the Commission (European Union 2010), CEDEFOP set up the Mobility Scoreboard, helping policy-makers develop mobility in Initial education and training (IVET) across Europe, and identifying good practice in supporting the mobility of learners. Currently, 27 countries fund VET learners to stay abroad, while 24 countries support cross-European partnerships between IVET institutions and companies (CEDEFOP 2016a) . In 2015, Eurostat calculated (based on 2014 data from 16 Member States) that, on average, 3.1% of IVET learners at International Standard Classification of Education (ISCED) level 3 (upper secondary education) travel for learning. By 2020, the goal of the European Council is that at least 6% of all 18-34 year-olds with a VET background be granted a learning experience abroad.
However, less progress is being made with regard to the recognition of skills and knowledge acquired during such mobilities as reported (CEDEFOP 2016a) . The mobilities undertaken within the new European Credit System for Vocational Education and Training (ECVET) are designed to address this, as we shall see.
Mobility in higher education gives students the opportunity to study modules that are relevant for their programme of studies, and to develop other knowledge and skills in the process, for example, foreign language skills. But there is also something even more ambitious happening in vocational education and training. This is because, an ECVET mobility requires both institutions, together with the learner to devise a customised programme (rather than a module that is already being offered), with the agreed learning outcomes being assessed during the placement. These assessed learning outcomes are then transferred home, and are validated by the students' home institution.
The adoption of ECVET draws attention to the capacity of individual countries to facilitate such a system and monitoring reports show that progress in ECVET implementation has been slow (CEDEFOP 2016d) . It is now being increasingly recognised, that apart from system capacity, it is crucial that teachers have the knowledge and skills to promote and enable such learner mobility. This raises the issue of continuing professional development (CPD) for teachers. The paper considers what the focus of such CPD should be and how its design might reflect what we know already about the features of effective CPD from the literature as a means of supporting educational change. It draws on the results of an Erasmus+ Strategic Partnership, QUAKE, which worked with VET teachers on a range of professional development activities, geared towards their greater use of learner mobility within the context of ECVET. The paper argues that addressing teacher professional development needs is crucial for promoting successful learner mobility, and for greater progress in the adoption of ECVET across Europe.
Literature review
This literature review begins with some further detail on ECVET, before considering relevant insights from the literature on VET teachers' CPD and educational change.
European Credit System for Vocational Education and Training is an initiative promoted at European level, designed as a technical framework for the transfer, recognition and, where appropriate, accumulation of learning outcomes by learners in VET, thereby promoting transnational mobility and access to lifelong learning. This facilitates the recognition of achievements in VET, in formal, informal and non-formal learning. It has been tested in pilot projects across the European Union with the intention of extending its application gradually to a wider range of VET qualifications, either existing or new-as part of the Education and Training 2020 initiative. However, there remains a certain levels of opposition to the full scale adoption of ECVET. Much of this relates to the use of learning outcomes, and the proposition within ECVET to assess them independently of learning context and duration, as shown by Krichewsky in the case of Germany (2016) .
At the same time, it is not always possible to identify exactly what has been achieved as a result of ECVET. As stated in the Director's foreword in the latest CEDEFOP monitoring report, it is 'difficult to separate the development and implementation of ECVET principles from the developments of national qualification frameworks' . The Director concludes that, 'progress has been achieved (as can be evidenced from this fifth report) but more commitment towards establishing a credit system for VET that is transparent across all Member States is increasingly becoming the next step in a quality VET system. More Member States need to link credits in VET to the common platform of ECVET' (CEDEFOP 2016d, p. 2). Elsewhere, Pilz et al. (2017) report that tools such as ECVET have helped in promoting modularisation in VET, this being a necessary component in the drive towards modernisation. In this way, therefore, ECVET has acted as a catalyst in adding to the momentum for other necessary reforms. This can be seen in the case of Hungary and Poland (Kurek and Rachwal 2012; CEDEFOP 2016c) . Its adoption corresponds more generally to the increasing internationalisation in VET (Tran and Dempsey 2017).
Ongoing support for ECVET has also ensured that it continues to provide the basis for small-scale projects, as reported routinely in the magazine published by the ECVET Secretariat, the latest of which also reports on the most recent ECVET Forum (ECVET Secretariat 2017). Such projects also prove the basis for research articles published in the research literature. For example, research conducted within the MASECVET project in the automotive industry, concludes that the application and implementation of the EQF and ECVET in combination with operational approaches can provide, 'greater transparency and comparability of qualifications across borders, but also as a catalyst for quality, labor market responsiveness and innovation within VET in general and in the automotive sector in particular' (Ozcan et al. 2017, p. 91) .
There are of course many factors which determine the extent of ECVET adoption, including the availability of national credit systems that are compatible with the credit point system proposed in ECVET and the use of learning outcomes (CEDEFOP 2016d) . However, it is also being increasingly recognised from monitoring that teachers and trainers are an important key to unlocking the potential of ECVET, and that these, 'teachers and trainers need additional/special competences to use learning outcomes for teaching and assessing ' (CEDEFOP 2014, p. 90) . This aspect of ECVET implementation has received little attention, i.e., the professional development needs of those who play a key role in promoting it and ensuring its greater implementation-the teachers.
It is for this reason that QUAKE has focused its activity on the professional development of teachers, mobilising teachers, as it were, so that they in turn can mobilise their learners. Such a focus on the professional development of teachers reflects the realisation that, apart from the need for the necessary policies at a system level, the use of ECVET depends on the knowledge, skill and attitudes of teachers who will ultimately be the people who drive it and make it happen.
VET teachers' professional development and educational change
This paper therefore addresses ECVET adoption as an example of education change that requires teacher professional engagement and agency. This focus provides the basis for the use of Guskey's model of education change as a theoretical framework. The model proposes that significant changes in the beliefs of teachers are likely to take place only after teachers have 'field-tested' change proposals themselves and experienced firsthand change in student learning outcomes (2002, p. 382) . The key element in Guskey's model is the evidence of improvement in learning. In other words, the extent to which the change is perceived by teachers as benefiting teaching and learning becomes key in how successful the implementation is. This therefore highlights the need for professional development that involves teachers in undertaking the kinds of activities associated with the educational change that is being sought.
This connection between teacher professional development and their adoption of educational change is also supported in the broader CPD literature. Research has shown for quite some time that CPD provision should be experiential, grounded in enquiry, collaborative, sustained and derived from teachers' work with their students (DarlingHammond and McLaughlin 1996) . As more recently discussed by Darling Hammond, the job-embedded forms of professional learning which reflect this, 'are taking greater root, often organised around teachers' work with curriculum development through collaborative planning, lesson study and action research of various kinds ' (2017, p. 303) .
Elsewhere, the OECD notes that the most effective forms of professional development are those that, 'focus on clearly articulated priorities, provide ongoing school-based support to classroom teachers, deal with subject matter content… and create opportunities for teachers to observe, experience and try new teaching methods' (OECD 2005, p. 129) . This is also borne out by studies focused specifically on the professional development of VET teachers. For example, in a study on effective CPD for VET teachers, the teachers believed that professional development was not just about going on courses, but rather 'about learning from each other, discussing different ideas, experimenting with new approaches to teaching and reflecting on their own practice' (Lloyd and Payne 2012, p. 11) .
European Credit System for Vocational Education and Training provides a context therefore where the views of teachers on what CPD is needed to support educational change can be further explored. This provides the basis for the research being reported here, and indeed also provides the basis for the focus of the project itself, as outlined below.
Such a focus on VET teachers' CPD is all the more necessary given, as demonstrated previously in this journal that 'research concerning vocational teachers' CPD is not extensive' (Andersson and Köpsén 2015, p. 3) . And yet, such research is all the more necessary given the particular needs with regard to 'dual professionalism' , i.e., the need to be knowledgeable about the vocational area (often having experience from industry), as well as the pedagogical expertise. In other words, unlike teachers in other sectors, VET teachers have a 'vocational identity and a teacher identity' , and yet little is known about how these interact and how they can be best supported. The situation is also rendered complex given that these teachers may work in various VET systems and programmes (e.g. Billett 2011). Consequently, it is not a clearly defined profession (Misra 2011; Parsons et al. 2009) .
A further complication relates to the need for integration between the learning that happens in the workplace (while learners are on placement for example) and in the VET setting (school, college, centre, etc.) . This has led to some attempts to approach the professional development of teachers and work-place trainers or mentors in a unified way where possible, for example in the CEDEFOP policy learning forum on the 'professional development of vocational education and training (VET) teachers and trainers' (CEDE-FOP 2016b) .
This provides the context for the focus on the CPD needs of VET teachers as illustrated in the QUAKE project. Although the extent of the results are limited, they do nonetheless give an insight into the kinds of needs which arise when teachers are asked about their view on implementing learner mobility, in line with ECVET, in their work.
QUAKE
QUAKE was an Erasmus+ Strategic Partnership (KA2) involving seven partners from five European countries (Belgium, Bulgaria, France, Ireland, and Spain), bringing together government ministries, higher education institutions, and a provider of VET. The project sought to promote the use of ECVET in the horticultural sector by supporting VET teachers in this sector with a range of professional development activities.
Opting to confine the project activities to one domain only-horticulture-and one level (EQF 4), ensured that the participating teachers were all working in similar contexts, thereby increasing the possibility that suitable mobilities could be arranged for their learners between the settings represented. The focus on a land-based vocational area was due to the composition of the project group, which included partners from ministries of agriculture, ministries of education, higher education institutions (HEI) involved in the preparation of agricultural professionals, as well as a VET provider with access to schools/colleges and enterprises involved in horticulture. The countries involved were at varying stages of ECVET implementation more generally in their VET sector.
The project included a range of activities over 3 years as briefly presented in Table 1 , beginning in September 2014 and continuing up until the end of August 2017. The first of these was an état des lieux of ECVET adoption and VET teacher education within each country. This informed the design of the first programme of CPD delivered in Year 2 (November 2015) to 25 VET teachers gathered in Orléans, France i.e., five teachers from each of the participating countries. This gathering also enabled teachers to begin identifying possible partners for the mobility of their learners later on in the project. The online training programme which followed built on the initial training, enabling teachers to continue exploring possibilities and developing relationships. While some learner mobilities began to happen in Year 2, most took place in Spring 2017 (Year 3), with the return of the growing season offering more scope for teachers to use practical activities to match the learning outcomes being targeted. The participating teachers reconvened for a second face-to-face week of CPD in March 2017 in Brussels.
Methodology
The QUAKE project is therefore being used as the basis for a case study, and more particularly as an explanatory case study (Yin 1994) . Such a case study is the preferred option where (a) the project to be studied is not easily distinguished from the broader context and (b) there are many variables of interest. Within the case study, the results being considered here are drawn from a focus group of six Irish VET teachers conducted in January 2015.
This focus group was brought together using a convenience sample, with all of the teachers working for Limerick and Clare Education and Training Board teaching VET programmes in a number of different settings. These included the Post-Leaving Certificate (PLC) sector (corresponding to the post-secondary non-higher education and training sector), as well as teachers working on the Vocational Education and Training Scheme (VTOS) aimed at unemployed learned aged at least 21 years in centres of education and training. The interview lasted 40 min and was recorded and transcribed. The usual assurances relating to confidentiality and anonymity were given to the participating teachers.
The discussion during the focus group was initiated by asking teachers to have read in advance a case study of a Finnish learner, Rosa, who had already undertaken an ECVET mobility in Iceland as part of her programme of tourism studies in Finland (Finnish Board of Education 2012) . The discussion focused in particular on what was needed to be done before, during and after the mobility, and what implications it raised for the professional knowledge of teachers. Guiding customers from different countries while using a foreign language herself were some of the reasons used to determine the learning outcomes chosen, as well as developing competence in organising various horse-riding events in Iceland. In accordance with ECVET principles and procedures, a Memorandum of understanding was concluded with an Icelandic educational institution in the tourism industry. A Learning Agreement was signed by Rosa, the Icelandic institution and the horse-riding event organiser. This scenario served as a way of raising initial awareness of ECVET among the Irish teachers, focusing their attention on what they might need to undertake a similar mobility with their own learners, or to host an ECVET mobility themselves. All of the teachers had experience in teaching VET programmes at level 4 on the EQF, (the equivalent of level 5 in the Irish NFQ).
These results of the focus group were then used, along with results from the other countries, in the design of the first professional development event held in Orléans in November 2015. For example, prior to that event, teachers were asked to prepare a profile of their VET setting and targeted programme, and to share these with the teachers due to attend from other countries. This enabled the teachers to begin identifying possible receiving institutions with which they might partner, as well as possible modules, learning outcomes and assessment approaches. The event itself provided ample time for teachers to explore mobility possibilities and to discuss the more technical aspects relating to assessment of learning outcomes.
The focus group results were analysed using thematic analysis, involving a number of stages as advocated by Yin (1994), i.e., examining, categorising and tabulating or otherwise recombining the evidence, in order to address the initial goal.
These results are interpreted in the discussion below in light of the overall achievements of the project as published on the project website.
Results
The results illustrate the immediate needs of the VET teachers, as perceived by them, were they to embark upon the use of ECVET mobilities with their own learners.
Technical aspects of ECVET
The first need identified related to the technical aspects of ECVET, so that teachers could go on to discuss, plan and agree ECVET mobilities with colleagues abroad: 'a common glossary of the host, teacher, the learning agreement, the assessment grade, very useful tools for a student to move forward if they are using the one language; to get your head around the terminology that would be common for everyone to agree on' .
Assessment of learning outcomes
A second key issue related to the assessment of learning outcomes as part of the mobility, and accepting or validating that assessment when the learner returned. This raised the question of competence and trust. Teachers needed the competence to create suitable assessment tasks and to carry out the assessment in a valid and agreed way. In the case of a learner being placed in an enterprise, they needed to make sure that the workplace mentor or supervisor also had the competence to carry out the assessment.
Entrusting the assessment of the learning to a teacher in another country was a new prospect for teachers. They had arranged mobilities abroad previously, but the assessment tended to be on a pass/fail basis, rather than involving a more gradated judgement on the learning. This would require greater clarity regarding the interpretation of the planned learning outcomes, and agreement on a suitable work programme to support their achievement: 'You're talking about learning outcomes. It's quite broad but I think you actually need to break that down' . It would require agreement on the levels of mastery for each target skill, involving the creation of rubrics, with 'standards for the assessment of any work produced…' . Depending on the scope of the placement, it would also be more appropriate to target learning outcomes from two or even more = modules. This would pose a certain challenge for teachers, requiring them to collaborate with colleagues in their own institutions (being a little more complicated than if the learning outcomes all came from the same module). In fact, in line with recommendations from the Irish competent authority for the VET award (QQI 2013) teachers were already being encouraged to consider combining assessments, across modules, and where necessary, working with other teachers within the setting in doing so. This meant that a learner might submit one piece of course work that could meet the requirements for learning outcomes taken from more than one module.
Teachers also mentioned the need to learn new approaches for their own teaching practices, including ICT skills with regard to assessment, e.g. teaching learners to gather evidence illustrating task completion, and assembling portfolios. Where they were receiving learners themselves, they would need to supervise the learner in this kind of ongoing assessment: 'embedding a video, like we don't have all the skills, if they were uploading a video of themselves during the task… the students could film themselves carrying out a particular task… moving to an eportfolio then' . The increased use of technology would also be necessary even from an organisational and administrative point of view, allowing them to engage in the collaborative planning for the mobility, and where necessary, keeping in regular contact and sharing resources with other teachers.
Teachers also recognised that learners on placement would develop other knowledge and skills outside of the learning outcomes, through non-formal and informal learning. Being able to encourage this learning, and to valorise it was also necessary so that the mobility could be successful.
Deciding on a suitable placement
Another point of discussion concerned the identification of a partner. Given the focus on horticulture, teachers were of the view that the receiving institution would also need to have ready access to a garden where learners could practice skills, rather than relying on a classroom only. Alternatively, the educational institution would need to have access to placement settings in an enterprise. Teachers were of the view that a focus on skills development during the mobility was more feasible, thereby necessitating practical experience, rather than a classroom experience: 'I will say that it's going to be more skills-based and it would be either going more to employers or even let's say in our college we'd have a lot of practical [activities] […] but I would say that it would be more skills and practical-based rather than going into class' . Such an environment would provide a more suitable context for learning, and enable a more appropriate assessment of the targeted learning outcomes: 'It would cover your assessment for workplace and it probably also will cover some skills from food crops and maybe in plant identification and so on' .
There was also some discussion on teachers' capacity to advise learners on choosing a placement. Teachers believed that the learners should have a major role in any decisions about the choice of host institution, for reasons relating to motivation and personal investment, but as teachers, they needed to be able to provide advice. In the Finnish case study, Rosa had been able to combine her programme learning needs with her passion for horses by choosing an equestrian centre. She planned the skills in an area already familiar to her, and directly related to her programme of study in her home institution. This also raised administrative issues with regard to selection and approval, especially, where the number of places might be limited.
Overall, teachers were of the view that a significant amount of preparation was required. The use of ECVET would also depend a lot on the level and autonomy of teachers in the other countries. In order to plan collaboratively with teachers in these other countries, and as illustrated in their comments above, they needed certain skills in technology, and access to a range of resources, such as guidelines and reference material, with practical examples of successful mobilities such as the Finnish case study. Professional development which targeted these needs would benefit not just the implementation of the ECVET scheme, but also develop their own teaching practice more generally.
Discussion
The results show the initial response of teachers to the prospect of participating as a sending or receiving teacher in an ECVET mobility, i.e., supporting the mobility of their own learners abroad, or hosting a mobility from learners from other countries to their own institution. Clearly, teachers need support, if the potential of ECVET for their learners can be realised.
The results illustrate the validity of the model of teacher change proposed by Guskey, as their responses point to the need for opportunities to engage in real collaborations with their counterparts in other countries. The results show the need for professional development to link directly with student learning, given the centrality of the learning outcomes. There was also a need for teachers to deepen their knowledge about teaching, learning and assessment, more generally, particularly with regard to the alignment between what is taught or practised, what is learned and what is assessed.
These results can be interpreted in light of what was achieved afterwards over the duration of the project. It later became clear as the mobilities were completed, that there were some differences in how the assessment of learning outcomes was carried out. Some of the mobilities involved a graded assessment of the learners' achievements against particular learning outcomes, while for others, the learning was assessed in a less gradated way, i.e., successful/unsuccessful. Some mobilities were also based on units of learning outcomes that corresponded to a placement or practice module from the learner's home programme, while other mobilities attempted to also target LOs taken from taught modules. There is scope therefore in future work to design learner agreements that target outcomes from more than one unit or module. The way in which assessment results are incorporated with the learners' other results in their home institution also emerged as an important issue.
What is significant from the results is the confirmation it provides for the merit of requiring teachers to carry out learner mobilities as part of the CPD, ensuring that engagement was more meaningful and therefore more productive. This provided a context for the professional development, and meant that the professional development was experienced as, 'an ongoing activity woven into the fabric of every educator's professional life' (Guskey 2000, p. 38) .
There were of course various challenges in integrating the CPD with the actual task of planning and undertaking ECVET mobilities. For example, in accordance with Erasmus+ rules at the time, a week was the minimum duration for both face-to-face CPD events that were organised. While this provided the necessary time and space for the teachers to engage fully in the professional dialogue, it also posed a challenge for many in securing release from their VET settings. On the other hand, the online component for the CPD supported ongoing collaboration.
Addressing the professional development needs of VET teachers is not so straightforward. Various reasons were advanced for this in the discussion earlier, including in the argument that the 'Vocational teacher' is not a clearly defined profession (Misra 2011) . In Ireland, SOLAS has adopted the term VET 'practitioner' , as a unified way of understanding the sector workforce. The FET practitioner can be defined as anyone working in the sector who is involved in working directly with learners or in supporting or influencing the learner experience in FET (SOLAS 2016, p. 16) . In Europe, CEFEFOP refers to teachers and trainers, with the latter referring to professionals based in enterprise who have a role in supporting learning, for example, mentors and supervisors (CEDEFOP 2016b). In any case, the important point is that CPD provision for VET teachers is now a major priority, and designing effective CPD in a VET context raises particular issues. This is also the case within the specific situation of ECVET as an example of education change that depends so much on the agency and investment of the VET teachers concerned.
Also of note is the fact that the teachers in this study referred to skills in liaising with industry, and securing their participation in a mobility that would involve additional competence, including the assessment of specific learning outcomes. This reflects the increasing importance of contact between the VET setting and enterprise. In fact, staying with the Irish context, employer engagement is one of the priorities identified in the SOLAS FET Strategy, involving, 'relationship building, partnership working and, ultimately, more systematic involvement of employers in the planning, design and delivery of relevant FET provision' (SOLAS 2016, p. 35) . The strategy emphasises that, 'FET leaders increasingly identify the need for FET practitioners to play an effective role in employer engagement and therefore identify this area as a key skill requirement' (SOLAS 2016, p. 35) .
The role of teachers is crucial therefore in moving ECVET to the next stage in its adoption and use. Progress on ECVET implementation has not been as uniform or as swift as intended, and has led to some a certain disillusionment in certain cases, as illustrated by the following statement from the Director of CEDEFOP:' It is disheartening to think that after almost twelve years… the VET community has not established a credit system for VET. One can easily determine that so far actions have transformed end-users into endlosers… It is time to adopt an ECTS version for ECVET which is clear and consistent enough to lodge all forms of learning in clusters of determined hours (more or less 25 h for each credit) (Calleja 2014).
Apart from questions of credit systems, however, there is so much about ECVET that is congruent with other trends in education in the 21st century, for example, greater integration between learning across multiple sites, and greater scope for teachers to create engaging learning pathways that take account of the individual learning needs of learners. There is also the added benefit for teachers that learning about practice in other countries has provided them with the prompt to reflect more deeply on what they are already doing at home.
Conclusion
Given the scale of the case study, the results are only suggestive and cannot be generalized. However, they do suggest a need for a greater connection between VET teachers' professional development and their work with learners. ECVET mobility can contribute to the connection, providing the context where the professional development becomes an integral part of the teaching and learning process.
In drawing on Guskey's model of teacher change, and reflecting on the kinds of needs identified by teachers, the analysis shows the merit in building the professional development around the actual engagement in the education change being proposed, i.e., involving them in the ECVET mobility of their own learners. As discussed earlier, teachers are more inclined to adopt new practices, where they have had a chance to experience the benefits for themselves. It is therefore imperative that teachers are supported and motivated to 'try out' the use of ECVET collaborations with counterparts in other countries. Following Guskey's model, a change in practice, even in an experimental context such as the one use here, should be more effective in leading ultimately to a change in attitude.
Overall, the project results show that the implementation of ECVET depends on teachers having the knowledge, inclination and support to embark upon partnerships with colleagues in other countries. As in the world of horticulture itself, future growth depends on action from the ground up, as well as from the top down. Support for relatively small-scale projects such as QUAKE is therefore crucial-helping to break new ground for those involved, and to cultivate it for greater returns in the future.
While the acronym for this Erasmus+ Strategic Partnership was chosen as an attempt to 'shake things up a bit' in the world of qualifications, the official project title-de la conception pour les apprenants a la professionnalisation des enseignants-conveys more fully what the project has been trying to do and with whom. It refers to both learners and teachers, the starting point of ECVET being the learners' learning, but with the professional practice of teachers being crucial in realising its potential. In fact, while QUAKE has involved the mobility of both learners and teachers, it can be said that it has had a particular emphasis on the 'mobilisation' (not just the mobility) of teachers.
The paper shows the importance of professional development for teachers in the use of European tools such as ECVET. The needs analysis provides some insight into the initial views of teachers with regard to their needs. Given the nature of these needs, and the very diverse contexts in which VET teachers are working across Europe, it is readily obvious why addressing these needs is crucial in ensuring the kind of educational change necessary for ECVET adoption. Similar to the learning outcomes paradigm upon which it is based, ECVET may strive to place the learner at the centre, but here is a need to reflect the fact that teachers are also central.
While professional development for VET practitioners has been on the EU education policy for some time, the Riga conclusions (2015) have put renewed emphasis on the issue, calling for systematic approaches to and opportunities for initial teacher education and continuing professional development (CPD) of VET teachers, trainers and mentors. In Ireland, in line with its statutory responsibilities, SOLAS, the new authority for further education and training in Ireland, along with ETBI (Education and Training Boards Ireland) has recently published its professional development strategy for VET practitioner, recognising that, 'The complex and changing nature of the FET practitioner role means that professional development is vital to a workforce that has to anticipate, respond to and meet the needs of a constantly evolving economy and society' (SOLAS 2016, p. 17) .
And in the case of VET teachers, the Irish Teaching Council is also currently developing a CPD framework (Teaching Council 2015) . Projects such as the one reported here can play a useful role in providing such professional development. In fact, EU-funded projects have acted as, 'significant drivers of teacher and in-company trainer professional development' (CEDEFOP 2016b).
In a more general way, future research in VET will need to take account of the increasing mobility of learners and their learning, thereby contributing more effectively to working the spaces between policy and practice, the practice of teachers in curriculum and assessment, and the practice of learners in creating their own learning journeys across multiple sites. This is true not just in the case of ECVET, but in all areas of educational change and endeavour.
